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Abstract
Teachers throughout the United States continue to be ill-prepared to support the evergrowing English Language Learner (ELL) population. ELLs often experience less academic
achievement than their non-ELL peers. One factor in this academic gap is the amount of
preparation content area teachers receive. Content area teachers are not sufficiently prepared to
teach ELLs because of the lack of training they receive in Second Language Acquisition theories
and strategies. This project examines what the research has identified as negative factors that
result in lack of teacher preparation, and how to address these factors. Additionally, the project
examines what the research highlights as ideas and strategies content area teachers must know in
order to successfully support the ELLs in their classrooms. Using the Comprehensible Input and
Affective Filter hypotheses from Krashen, and the Threshold Theory from Cummins, this project
will provide teachers with base knowledge of Second Language Acquisition theories to address
the social, emotional, and academic needs of their ELLs. The project compiles research-based
strategies including Sheltered Instruction Observation Protocol and Culturally and Linguistically
Responsive techniques into a professional development series, handbook, and mentoring session
to ensure that teacher receive sustained, comprehensive training to support their ELLs.
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Chapter One: Introduction
Problem Statement
General education teachers receive little to no pre-service preparation in English
Language Learner (ELL) support unless they major or minor in English as a Second Language
(ESL). By law, ELLs spend most of their day with general education or content area teachers
(Reeves, 2006). Placing students in classrooms where the teacher is unprepared to teach them
may impact their language and academic achievement. For example, content area teachers are
not trained in language acquisition theories and strategies. As a result, ELLs are not adequately
supported in their English development and fall behind in achievement. General education
teachers should receive comprehensive training in language acquisition theories and strategies to
best support ELLs in their classrooms.

Importance and Rationale of Project
The ELL population is currently the fastest-growing group of students in the United
States K-12 education system (Breiseth, 2015). According to the National Center for Education
Statistics, the population of ELLs in the United States in 2000 was 3 million students (2004). In
2020, the population was closer to 5 million (Mitchell, 2020). In Michigan, there are close to
100,000 ELLs enrolled in the education system (Michigan School Data, 2022). Regionally, Kent
County Intermediate School District serves around 12,000 ELLs (Michigan School Data, 2022).
Godfrey-Lee Public School District, in which I teach, has a population of 900 ELLs, which is
exactly 50% of our student population. With half of our students needing English language
support, it is imperative that all teachers are prepared to provide this support.
In addition to the growing number of ELLs, there are legal mandates implemented in
regard to ELL growth and success. Due to a number of different laws and mandates, it is a
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school’s legal obligation to ensure that ELLs “have equal access to a quality education that
enables them to progress academically while learning English” (National Clearing House for
English Language Acquisition, 2006). In order to provide equal access, the schools are required
to integrate ELLs into content area classes as much as possible, barring any extenuating
circumstances (U.S Department of Education & U.S Department of Justice, 2015). At GodfreyLee, ELLs experience a combination of content area classes and English language classes. Every
teacher in the district has ELLs in their classes. Every teacher in the district should know the
theoretical and pedagogical information needed to properly support their ELLs.
Despite the growing number of ELLs in the United States, the number of teachers trained
in ELL pedagogy has not increased at the same rate. A study presented by the National Clearing
House of English Language Acquisition reports that only 29.5% of teachers nationwide have
been trained to work with ELLs (Ballantyne et al., 2008). The same study reports that Michigan
requires teacher candidates to have coursework relating to ELL reading instruction, but no
licensure requirement specific to ELLs. This means the majority of new teachers are entering the
workforce in Michigan unprepared to teach multicultural and linguistically diverse students.
Following this trend, of the 113 staff members in the Godfrey-Lee District, only 14 hold an ESL
endorsement on their license.
The lack of formal training in ELL pedagogy leads to many teachers feeling unprepared
to support the ELL population. In a study conducted by Gomez and Diarrassouba, a number of
teachers revealed they felt they received inadequate training to be able to successfully teach
linguistically diverse students (2014). Additionally, many teachers possess misconceptions about
the process of SLA, leading to increased discomfort when working with ELLs (Walker-Dalhouse
et al., 2009). These misconceptions can lead educators to “misdiagnose student learning abilities
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and misinterpret student academic failures as lack of intelligence” (Reeves, 2006), meaning
teachers may not realize what ELLs need in order to be successful in class. In order to best
support ELLs, teachers need to have adequate training in SLA and ELL strategies. Doing so
would also increase teacher confidence when working with ELLs.
The following project will address the issue of teacher preparedness and confidence. Due
to the number of ELLs in the district, it is important for all novice teachers to have a working
knowledge of SLA and ELL support strategies. Providing this knowledge will ensure that the
district’s ELL population is adequately supported and will experience academic success.

Background of Project
The current trend in ESL education is to provide ELLs with the same opportunities and
access to the curriculum as their non-ELL peers. Doing so takes many forms, but many schools
have opted to include ELLs in mainstream classrooms as well as provide them with English
Language Development (ELD) classes. This trend is in response to policies and laws such as the
No Child Left Behind and Every Student Succeeds Acts. Both of these policies declare that ELLs
must meet certain English proficiency standards and meet adequate yearly progress.
Additionally, these policies state that teachers must be highly qualified to teach their content.
Essentially, teachers have to go through a training and licensure process to ensure they are
content area experts. However, many teacher preparation programs do not include coursework or
training on SLA or ESL education.
With the growing number of ELLs in the United States, more and more teachers find
themselves unprepared for working with students with linguistically and culturally diverse
backgrounds (Gomez & Diarrassouba, 2014). A report done by the National Center for
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Education Statistics found that roughly 30% of teachers nationwide received any type of training
for working with ELLs (American Federation of Teachers, 2002). Lack of teacher preparedness
is a factor that is often attributed to the low academic achievement of ELLS (Samson & Collins,
2020).
Often, teachers feel they are unprepared for teaching ELLs in their mainstream classrooms.
A common reason teachers feel inadequate is that their pre-service program did not prepare them
well for the needs of diverse learners (Santibañez & Gánadara, 2018). A number of new teachers
enter the workforce with only limited experience in working with ELLs (Santibañez & Gánadara,
2018). With no foundational knowledge of SLA or ESL education, content area classroom
teachers do not understand how best to support this group of learners.
Additionally, many teachers have misconceptions about SLA and ESL education. These
misconceptions can lead to lower success rates for the students (Karabenick & Noda, 2004).
“Monolingual teachers… might have little empathy for how students experience learning second
languages” (Pray & Marx, 2010). Without an understanding of the processes behind learning a
second language, teachers cannot fully support their ELL students.
Studies have shown that providing teachers with training related to ESL education and
SLA promotes better teacher efficacy and willingness to work with ELLs (Karabenick & Noda,
2004). One common recommendation to address this need is to provide teachers with
professional development in which they “design and implement lesson plans that integrate
culture, language, and content” (Gomez & Diarrassouba, 2014). Additionally, teachers must have
“a working knowledge and understanding of language as a system…and the core differences
between first and second language development” (Samson & Collins, 2020). All teachers should
be given foundational knowledge of SLA, ESL strategies and supports, and culturally responsive
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teaching strategies. This project will attempt to encompass all these fields in order to better
prepare the district’s teachers for support ELLs.

Statement of Purpose
The purpose of this project is to produce a handbook of lesson plan examples and
teaching strategies for supporting ELLs in content area classes. The examples and teaching
strategies will be developed from research-based practices that support ELL growth while
utilizing the students’ backgrounds and cultures. The target audience is the novice teachers
within the Godfrey-Lee District in Grand Rapids, MI. The information will be provided in the
form of a multi-day professional development (PD) and a handbook of resources for teachers to
use. The PD will cover Second Language Acquisition theories (SLA) and strategies so teachers
can plan for ELL support in their classrooms. The handout will consist of lesson plan examples
and explanations of research-based methods and techniques to be used with ELLs. Additionally,
a mentor/mentee protocol will be designed to boost teacher self-confidence in ELL strategies and
support.

Objective of the Project
This project aims to prepare teachers to implement SLA theories and strategies for use
with ELLs properly. The ultimate goal of this project is for teachers to feel confident in their
abilities to address the culturally and linguistically diverse needs of ELLs in their classes.
Specifically, the goals of this project are as follows:
●

Provide knowledge and understanding of SLA theories (PD).

●

Supply teachers with examples of research-based ELL support strategies (the handbook)

5

●
●

Increase teacher confidence in relation to teaching ELLs.
Establish a mentoring relationship with interested novice teachers.

The objectives will be successfully met when at least 50% of the participants self-report a growth
in confidence and use three or more strategies in their classes daily.
Definition of Terms
Academic Vocabulary- words that are common to academic textbooks and content area classes.
(Wood et al., 2019).
Content Area Classes- Academic subjects including math, English, science, and social studies.
Also referred to as Core Classes. (ELL Glossary, 2015).
English Language Learner(s) (ELLs)- students who are gaining proficiency in the English
language (Michigan Department of Education, 2020).
English as a Second Language (ESL)- A program and curriculum designed to teach English to
ELLs. (US Department of Education (ED), 2020).
L1- A person's first language. (TESOL Glossary: L1 and L2, 2020).
L2- A person's second language. (TESOL Glossary: L1 and L2, 2020).
Pedagogy- the way of teaching, including theory and practice. (Shirke, 2021).
Pre-Service Programs and Teacher Preparation Programs- Programs at colleges and universities
are designed to train future teachers to enter the profession with knowledge and experience in
pedagogy. (UNESCO, n.d).
Culturally and Linguistically Responsive Teaching- Pedagogy that recognizes the importance of
student cultural and linguistic backgrounds, and uses them as tools in teaching and learning.
(Birnham, 2021).
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Second Language Acquisition (SLA)- 1) The learning of a second language once the first
language is established. 2) The theory of processes that occur when learning a second language.
(Hoque, 2017).

Scope of the Project
The project will be three parts and will focus on novice teachers: a professional
development session (PD), a handbook of theories and strategies for ELL support, and a
mentor/mentee schedule. Experienced teachers may not need this PD but are welcome to attend
and use the materials provided.
The professional development will consist of multiple thirty to forty-minute sessions
covering Second Language Acquisition (SLA) theories such as Krashen's Second Language
Acquisition Theory and the Social Interactionist Theory from Vygotsky. Additionally, the PD
will explore different support strategies for ELLs, including SIOP, lesson planning, and in-class
activities that support ELL language acquisition.
The handbook will be a companion document to the PD, so novice teachers can have a
quick reference for the ideas covered. Specifically, the handbook will include examples of lesson
plans with ELL support, SIOP information, and explanations of in-class activities. However, the
handbook will not include information on SLA theories because we will connect the SLA
theories to the strategies during the PD.
Finally, there will also be a mentor/mentee schedule and protocol. The idea behind the
protocol is to pair a novice teacher with an experienced teacher, so they can collaborate to
support the novice teacher's development of ELL supports. The novice teachers can choose to
use this protocol or not, depending on what they feel their needs are.
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The presentation of the project is dependent on approval from the administration and the
availability of time to present the information. It is likely that the administration will approve a
scheduled in-service day as the time to give the PD. In addition, the implementation of the
information is contingent on the teacher's choice; some teachers will find different strategies
more helpful than others in their classes. I will work with the teachers to discover which
strategies will work best for their teaching style, students, and content.
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Chapter Two: Literature Review
Introduction
Despite the growing number of ELLs in public education, teachers remain unprepared to
meet the needs of these students in their classes. ELLs are required by law to be in content area
classes, so all teachers should be prepared to teach them. Therefore, it is necessary to provide
training and instruction in Second Language Acquisition and best practices for ELL instruction
(NEA, 2011). These best practices include explicitly teaching academic vocabulary, engaging in
culturally and linguistically responsive teaching strategies, and providing comprehensible input.
When teachers are competent in these areas, they provide high-quality instruction that addresses
ELLs' linguistic and academic needs (NEA, 2011).
This chapter introduces the project's theoretical framework, including Krashen's Five
Hypothesis Theory and Cummins' Threshold Theory. Additionally, the research evaluation will
evaluate studies on the best practices for teaching ELLs. The project will focus on academic
vocabulary, culturally and linguistically responsive teaching practice, and comprehensible input.
Lastly, studies that address the need for professional development for teachers will be featured.
These best practices will be expanded upon and will be a focal point of the final project.

Theory/Rationale
The theoretical framework of this project is derived from Krashen's Five Hypothesis
Theory and Cummin's Threshold Theory. Of Krashen's Five Hypotheses (Acquisition, Monitor,
Natural Order, Input, and Affective Filter), this project focuses on the Input and Affective Filter
Hypothesis. These hypotheses and theories will serve as the basis for the literature used and the
activities developed in this project.
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The Input Hypothesis is a component of Krashen's theory of Second Language
Acquisition (SLA). Input is the language that students are exposed to, usually in receptive
language tasks. Receptive language refers to language that learners receive instead of produce,
like reading and listening. Comprehensible input refers to language that is simple enough for
learners to understand (Stairs-Davenport & Skotarczak, 2018). Krashen states that providing
instruction in L2 that is a "bit beyond their current level of competency" (Beattie, J., 2006)
allows ELLs to absorb and understand the new language.
Teachers must first identify what students already know to be able to provide truly
comprehensible input. This can be done through pre-assessments, introductory activities, and
basic conversations in class (Beattie, J., 2006). After establishing an idea of what students can
already do in their L2, teachers must plan for the content and structures they will teach (Beattie,
J., 2006). Input from these lessons should be relevant and high quality and supported with extra
clues and cues. An example of comprehensible input includes using common classroom
language such as "take out your pencils" accompanied by the motion of taking out a pencil.
Speaking slowly, repeating phrases, and simplifying directions are also comprehensible inputs.
In addition, teachers should use gestures and visual cues when teaching content area language
and provide multiple access points to the target vocabulary (VIPKID, 2017). Using
comprehensible input can also lead to a lower affective filter, which is addressed in the Affective
Filter Hypothesis.
The Affective Filter is an additional part of Krashen's theory of SLA. The Affective Filter
addresses the emotional and social factors impacting the learning setting. According to Krashen,
little to no learning will occur if a student experiences high anxiety in the learning environment
(Bailey & Fahad, 2021). The learning environment must be one where students are comfortable
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taking risks. Therefore, the teacher must provide a learning atmosphere that is "non-threatening,
warm, and receptive" to every student (Conteh-Morgan, 2002). Specifically for ELLs, the
classroom community must see language differences as positive and celebrate the students'
diversity. Teachers must be trained in Culturally Responsive practices, which will help develop a
welcoming community for all students.
Cummins' threshold theory posits that a certain threshold must be met in the first language
(L1) before skills can transfer to the second language (L2) (Roessingh, 2006). This concept is
essential for ELL education because ELLs can use their L1 knowledge and skills to support their
L2 growth. Teachers can encourage the use of L1 in learning to maximize a student's strengths
and skills.
Additionally, Cummins divides language into two categories; Basic Interpersonal
Communication Skills (BICS) and Cognitive Academic Language Proficiency (CALP). BICS is
the language that speakers use every day in conversation and can be "acquired in about two
years" (Roessingh, 2006). On the other hand, CALP is more difficult for ELLs, as this is the
language necessary for academic achievement in the classroom. According to Cummins, CALP
can take seven or more years to develop (Colorin Colorado, 2009).
Cummins explains how to bridge the gap between BICS and CALP with his Quadrant
Model. In the Quadrant Model, tasks are labeled as context embedded or context reduced,
referring to the number of contextual clues the learner can use during the task (Yates, 2015). In
addition, tasks are also labeled as having a low cognitive demand (easy) or a high cognitive
demand (difficult) (Yates, 2015). BICS includes more context-embedded tasks- that is, the
learner has more visual cues and contextual support to perform the task. CALP includes contextreduced tasks, meaning the learner has little to no visual or contextual support while performing
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the task. As a result, BICS tasks are generally less cognitively demanding, while CALP tasks are
more cognitively demanding. Students should move from easy (highly context embedded, low
cognitive demand) to difficult (limited context, high cognitive demand) to ensure they develop
necessary skills in both BICS and CALP. For teachers, using the quadrant to develop the scope
and sequence of lessons is important because it creates a linear path for ELLs to move from
BICS to CALP.
These concepts are important for ELL education for multiple reasons. One reason is that
ELLs with high BICS can be misidentified as proficient when missing essential CALP.
According to Roessingh (2006), BICS "may represent only about 10% of the overall proficiency
of an academically competent learner". As ELLS acquire higher competency in BICS, teachers
may assume they have become academically proficient at using the English language, when they
may still be lagging behind and needing support. Teachers need to understand the difference
between BICS and CALP to assess ELLs' English Proficiency.
The concept of CALP highlights the need to build ELLs academic vocabulary in
mainstream classes. For ELLs to obtain a high CALP, they need direct, extended instruction in
the context of the class content (Rossingh, 2006). Therefore, teachers should spend time teaching
vocabulary related to the content in ways that move ELLs from high context to low context and
more linguistically abstract words and phrases. Again, the quadrant can help teachers plan for
these tasks and activities.
These three SLA hypotheses address many factors that teachers must consider when
teaching ELLs. First, teachers must provide instruction in an easy-to-understand format. ELLs
will learn receptive language easier when it is just above their language ability. Secondly,
teachers must provide a safe and inclusive learning environment. Doing so fosters a community
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of acceptance and risk-taking, leading to greater gains in L2. Comprehensible input also helps to
establish a comfortable learning environment. Lastly, teachers must provide multiple exposures
to academic language. Using comprehensible input and Cummins' Quadrant model, teachers
must plan for lessons that move ELLs from high to low context situations, which will create
growth in BICS and CALP for ELLs. Combining these three approaches will lead to a learning
environment where ELLs can flourish and experience academic growth.
These concepts will be addressed in the project. Teachers of ELLs should have an
understanding of these theories and how they affect learning and teaching. Providing novice
teachers with this knowledge will ensure their ELLs are comfortable in their learning
environment and receive high-quality and challenging instruction.

Research/Evaluation
The following research evaluation will highlight research regarding the importance of
teacher professional development, academic vocabulary, and culturally responsive teaching and
how they affect the academic performance of ELLs. Additionally, an evaluative review of SIOP
effectiveness is included. The research will conclude that teachers trained in ELL teaching
strategies are more effective at teaching ELLs than those who are not.
Teacher Professional Development. Darling-Hammond (2000) found that teacher
preparedness positively correlates to student achievement. In states where teachers were
sufficiently trained in teaching pedagogy and content-area knowledge, student achievement
scores were higher (Darling-Hammond, 2000). Providing teachers with comprehensive training
results in using best practices for student support, which leads to better achievement for students.
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One reason for the need for professional development (PD) is to address teacher
confidence and misconceptions about working with ELLs. Multiple studies have connected
teacher perceptions of ELLs with their preparedness to work with them (Gomez & Diarrassouba,
2014; Hyunsook Song, 2016). Teachers' perceptions of their inadequacies to support ELLs can
lead to frustration and resentment of these students (Hyunsook Song, 2016). Additionally,
teachers "with a low sense of self-efficacy tend to hold a pessimistic view of student motivation
and ignore students' diverse backgrounds" (Shi et al., 2020). Providing teachers with PD that
builds their confidence means teachers will have more understanding of their teaching abilities
and supporting ELLs (Hyunsook Song, 2016). This will lead to teachers using more effective
teaching strategies that benefit ELLs in their classrooms.
Likewise, Turgut et al. (2016) found a similar result in their study done in 2016.
Researchers studied pre-service teachers in a course dedicated to teaching language to ELLs. At
the start of the course, the pre-service teachers took a self-evaluation to measure their confidence
in working with ELLs. On the self-evaluation, many pre-service teachers reported feeling
unprepared to work with ELLs based on their lack of knowledge of SLA and ELL strategies and
being monolingual. However, after participating in coursework that addressed SLA theories,
academic domains, and strategies and models such as SIOP, the pre-service teachers reported
feeling more prepared and confident to work with ELLs (Turget et al., 2016). Therefore, teacher
PD needs to include information about SLA theories and frameworks and provide strategies and
methods for working with ELLs.
Some research has been conducted on the best way to provide teachers with ELL-centered
PD. This research developed five key features of PD: content focus, coherence, duration, active
learning, and collective participation (He et al., 2011). He et al. presented a year-long PD to
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twenty-six teachers in North Carolina using these five key features. The district served a
population of 7,521 students, 1,069 of those students identified as ESL based on district
measurements.
During the PD, teachers were instructed on SLA theories and frameworks, language and
cultural domains, and effective practices and dispositions (He et al., 2011). These teachers were
invited to the PD based on a needs assessment given to all district teachers. The researchers also
developed a collaborative format by matching one participating ESL teacher with one
participating content teacher in the same building (He et al., 2011). The PD included nine
sessions (forty-six hours) and included some "homework" to engage in community events to gain
an understanding of the ELLs' cultures (He et al., 2011).
Three aspects measured the effectiveness of the PD: quality of the PD based on feedback,
teacher understanding of working with ELLs, and ELL achievement based on district
achievement data (He et al., 2011). Researchers found that teacher feedback was mostly
positive, with about 86% of feedback responses discussing the positives. Included in the
feedback were items like pacing, activities provided, and the impact of the PD in their
classrooms (He et al., 2011).
In addition, researchers used an ESL knowledge inventory as a pre-and post-survey to
measure changes in teacher knowledge of ELL strategies. On the post-survey, teachers indicated
more knowledge of SLA theories and more concrete strategies to use with ELLs (He et al.,
2011). In addition, teachers could identify resources such as websites, books, and community
groups they could access for help (He et al., 2011).
Lastly, the researchers compared the ELLs' IDEA Proficiency Test (IPT) scores from 2007
and 2008. The researchers found that the ELLs directly impacted by the participating teachers
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experienced major growth in reading, listening, speaking, and reading scores between the two
years (He et al., 2011).
Teachers need specific, collaborative, and sustained PD to fully learn and implement ELL
teaching practices. Therefore, PD should include instruction in SLA theories and frameworks so
teachers can learn the processes involved in learning an L2. Additionally, PD should allow
teachers to work with other teachers to develop their understanding of ELL teaching practices.
Lastly, PD should be long-term. Sessions that last one or two days are insufficient and do not
provide teachers with enough learning time. A long-term PD provides teachers with support and
encouragement while implementing ELL instruction techniques. With these factors accounted
for, PDs can benefit teachers and ELLs.
Effective Strategies for teaching and learning Academic Language. The main goal for
ELLs is to build their BICS and CALP and to do so, ELLs must build their academic vocabulary
(August et al., 2016: August et al., 2020: Van Orman et al., 2021) to become proficient in
English. Academic vocabulary is defined as the "words that are common to academic textbooks"
in education (Wood et al., 2019). Such words include content-specific language (atom,
legislation, syntax) and task-related words (compare, contrast, analyze). Content area classes are
academic vocabulary focused, and students need to understand these words to succeed in these
classes.
According to Wood, Schatschneider, & VelDink (2020), academic vocabulary is more
challenging for ELLs than non-ELLS. Their study of one thousand students attempted to address
the connection between reading comprehension and Academic Vocabulary. The study
categorized students into groups based on their English proficiency and identified language
support needs based on IEP data. Using data provided by the school district, half of the students
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were identified as speaking a language other than English at home. All participants were given a
writing task adapted from a district-wide assessment measure. The writing task included two
short reading passages and required the participants to write an expository essay based on the
two reading passages. Participants had 120 minutes to read and write. Only English writing
samples were used in this study.
Additionally, the participants were given an assessment based on the statewide standardized
test. On this assessment, participants did a word recognition task, a vocabulary knowledge task, a
syntactic knowledge task, and a reading comprehension task. This computerized assessment
involved the participants choosing the correct answer out of many options. The assessment was
given in English.
The researchers read the writing samples and assessed them for academic vocabulary use.
Then, using the Coxhead word list, the researchers counted the total number of academic
language occurrences and the total number of unique academic vocabulary words (Wood et al.,
2020). Next, they gathered statistics on the writing sample, including mean, deviations, and
correlations. Then, they compared variability between the ELL group and the non-ELL group.
Once they had these figures, they worked to find correlations between the use of academic
vocabulary and reading comprehension and word knowledge.
The study showed that the ELL group used fewer academic words than non-ELLs.
Additionally, the ELLs group produced a total of 63 unique academic words, while the nonELLs produced a total of 141 different academic words. Likewise, they found that the ELLs
scored lower in reading comprehension and other literacy measures than the non-ELLs. The
authors conclude that there is "a significant relation between academic word use in written
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responses and performance on standardized measures of reading comprehension and vocabulary
knowledge" (Wood et al., 2020).
This study highlights the relationship between vocabulary, academic writing, and reading
comprehension and shows the importance of vocabulary knowledge in academic achievement.
As measured by the state standardized test used in the study, ELLs perform at lower achievement
levels than their non-ELL peers due to their lack of command of academic language in English.
Therefore, educators must ensure that ELLs receive comprehensible vocabulary instruction to
help them develop their English academic vocabulary.
One major area of research is how to best teach vocabulary to ELLs. Numerous studies have
addressed strategies that are most effective in teaching vocabulary to ELLS. For example, a
study on extended vocabulary instruction versus embedded vocabulary instruction found that
extended vocabulary instruction produced better achievement results.
The study took two groups of ELLs attending summer school and provided one group with
a structured intervention program that provided students with multiple exposures to academic
vocabulary. The second group was provided with embedded vocabulary strategies, placing the
word's definition in the text being read (August et al., 2016). The exposures in the first group
included several strategies to teach vocabulary, including pre-teaching the words with picture
cards, glossary studies, developing concepts maps that connected their vocabulary words, and
weekly assessments (August et al., 2016). The extended group received instruction using
sheltered instruction techniques, including visuals and ongoing discussion (August et al., 2016).
Both groups took a pre and post-test that measured their abilities to match the correct definition
to a previously selected vocabulary word. Students matched the definitions to a bank of twenty
words.
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The scores on the pre-test showed that both groups started at relatively the same level of
academic vocabulary knowledge. After five weeks of instruction, both groups were then given a
post-test. On the post-test data, both groups showed growth (extended instruction g=1.7,
embedded instruction g=.57), but the extended instruction group showed more significant gains
for words learned (August et al., 2016). The results of this study show that ELLs benefit from
intentional vocabulary instruction. In addition, this study shows that basic vocabulary instruction
is beneficial, but ELLs should receive comprehensive vocabulary instruction to make significant
gains in their BICS and CALP.
A different study analyzed the effectiveness of a vocabulary intervention program on the
learning of high-utility English words in an elementary ELL classroom (August et al., 2020).
This study used the intervention program The Acquisition of Vocabulary in English to teach a
group of four hundred and twenty-four Spanish-speaking elementary level ELLs high-frequency
English words. Instruction lasted for eighteen weeks and took place in the ESL designated class.
The words chosen as the focus of this intervention were taken from high-quality childrens' trade
books (August et al., 2020). Trade books are books that are published for a general audience
(Peterson, 2014).
The treatment group was provided with intervention materials, including teaching guides,
picture cards for all vocabulary words, student workbooks, and home connection packets that
students could do with their families at home (August et al., 2020). The control group also
received teaching guides and a story script with the focus words inserted into it (August et al.,
2020). Control teachers were instructed to teach using their normal teaching methods, whatever
those may be.
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Strategies used in the intervention method included interactive shared read-aloud, direct
instruction of words, and activities to build word consciousness (August et al., 2020). For
example, during the read-aloud sessions, teachers summarized the text after each page and asked
students’ questions using the targeted words. In addition, teachers used picture cards to directly
teach the meaning of words with a script written on the back to connect the word meaning to the
picture. The cards also defined the word in Spanish and allowed students to practice using the
targeted word in new sentences with a partner. For word consciousness, students were instructed
to listen for the words during the read-aloud and touch their ear if they heard the words.
Both groups took pre and post-tests to determine their baseline and achievement after
instruction. Researchers used a standardized assessment- the Test of Oral Language
Development (TOLD), the English Learner's Vocabulary Assessment (ELVA), and the English
Learner's Connectives Assessment (ELCA). The last two tests were researcher-developed. The
pre-test indicated that both groups performed the same (treatment=45% correctly, control=46%
correctly) on the ELVA. However, on the post-assessment, the treatment group outperformed the
control group by 30% (August et al., 2020). On the TOLD pre-assessment, the control group
performed better than the treatment group (15 items correct vs. 13 items correct), but on the posttest, the treatment group caught up with the control group (both had 18 items correct). In
addition, the treatment group was shown to outperform the control group ten months after the
study (August et al., 2020).
This study proves that intervention programs using direct instruction for vocabulary
positively affect ELL achievement. Therefore, teachers need to provide ELLs with vocabulary
instruction that includes activities such as read-aloud, instruction on the meaning of words, and
sentence building with the new words.
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Academic vocabulary use is a necessary component of academic achievement (Wood et al.,
2021). Therefore, a teacher must ensure that ELLs receive comprehensive vocabulary instruction
to help them achieve their BICS and CALP. Studies show the best way to teach academic
vocabulary is to explicitly teach the words and provide multiple opportunities to use the word in
context. Intervention programs and extended vocabulary instruction have addressed these factors,
and ELLs have shown growth after instruction with these programs. Teachers can use these types
of vocabulary instruction in their classrooms to support ELL academic vocabulary growth.
Culturally and Linguistically Responsive Teaching. Classrooms are becoming
increasingly diverse, both culturally and linguistically. Teachers need to understand how
students' backgrounds connect to their language abilities. Culturally and linguistically responsive
teaching is a pedagogy that acknowledges students' strengths based on their culture and linguistic
background. Developing culturally and linguistically responsive teaching allows students to feel
safe and accepted in their learning environment, lowering their Affective Filter, as outlined in
Krashen's theory.
Studies related to ELLs and culturally and linguistically responsive teaching have shown
how embracing cultural differences encourages participation and interaction in L2. For example,
Chen and Yang (2017) evaluated an adult ESL classroom and found that the teacher who
incorporated culturally responsive practices received more student engagement. The teacher's
culturally responsive practice was getting to know the students' cultural and linguistic
backgrounds through introduction activities. According to the research, "instructors should allow
students to share their culture and beliefs in the various classroom discussion topics" (Chen &
Yang, 2017). The authors also recommended using culture in classroom activities and relating
their cultures to the concepts and vocabulary studied (Chen & Yang, 2017).
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Portes et al. (2018) found that ELLs performed better academically when instructed with
culturally responsive practices in a different study. This study took the Instructional
Conversations (IC) approach and evaluated how it benefited ELLs. The IC is an approach in
which a teacher guides students to meaning making through small group discussion (Portes et al.,
2018). The study posits that the IC can be beneficial to ELLs, as it helps students build their
content knowledge based on their experiences and first language. The study results show that the
IC instruction students performed significantly above the other cohort in post-instruction
assessments (Portes et al., 2018). This study shows how providing students with opportunities to
connect their own lived experiences with the new content positively helps ELLs with academic
achievement.
One linguistically responsive practice that is addressed in research is translanguaging.
According to García and Li (2014), translanguaging is the process in which bilingual students
use their entire language repertoire to assist in meaning-making. Essentially, translanguaging
means students use all of their languages (including vocabulary, syntax, and grammatical rules)
to learn content and their L2. According to Henderson and Ingram (2018), allowing for
translanguaging in classrooms should be the norm, as students possess strengths in L1 that can
help support L2 development.
Henderson and Ingram (2018) conducted a case study of a male classroom teacher to
discover how translanguaging benefited the ELLs in his classroom. The study participant is a
bilingual third-grade teacher in a district with a large population of Hispanic students. The
teacher is a native English speaker, and Spanish is his L2. During the study, the researchers
observed how the teacher engaged in multiple translanguaging strategies, including translation,
interlocution, and mirroring student choices. Additionally, the students were encouraged to
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engage in translanguaging processes as needed for comprehension support. The study found that
students were highly engaged and motivated to learn and performed well on academic tasks. The
teacher fostered an environment where students' backgrounds were celebrated and used to their
advantage. In turn, the students felt safe and accepted in the learning environment. This related
directly to linguistically responsive teaching in that the teacher used the students' language
backgrounds to help the students to make connections to the content.
A separate study by Charamba (2020) evaluated a classroom in Zimbabwe that also used
translanguaging strategies to benefit ELLs. In this classroom, the language of instruction was
English, but most of the students' home language was ChiSona. The classroom was a science
classroom, and the teacher was proficient in both languages. Before the study, the students were
given a unit pre-test in only English. The average score on the pre-test was 26% out of 100%.
Upon an interview, one student reported "they did not do well in the pre-test due to their inability
to fully comprehend the matter" because it was given in English (Charamba, 2020). After the
pre-test, the teacher and students engaged in translanguaging during their learning. The teacher
provided materials in both English and ChiSona and answered questions in the student's
language choices. Students collaborated in ChiSona and reported to the class in English. The
students took a post-test in both languages when the unit was complete. The average score on the
post-test was 60%, which showed a growth of 33%. Engaging in translanguaging activities
allowed the students to build on their strengths in L1 and transfer understanding to L2.
Teachers of ELLs need to be trained in culturally and linguistically responsive practices.
Culturally and linguistically responsive teaching, including translanguaging, helps build a
welcoming and accepting environment where ELLs will feel comfortable taking risks with their
L2, thus reducing the affective filter that Krashen identified.
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Sheltered Instruction/Sheltered Instruction Observation Protocol. Sheltered
Instruction (SI) is an approach that combines language and content instruction and is based on
the Input Hypothesis from Krashen. Students receive language instruction and content instruction
simultaneously. Sheltered Instruction Observation Protocol (SIOP) is a framework given to
teachers to help them implement SI effectively. Within the framework are focus areas for
teachers to use when planning and executing lessons for ELLs, including building background,
lesson planning, objectives, and assessment. SIOP is a common tool used in heterogeneous
classrooms where students are at different proficiency levels in English.
A 1997 study proved that SIOP positively affects literacy achievement (Echevarria et al.,
2008). Three school districts were chosen as the sample, and 346 students in middle school
participated in the study. About 50% of the students qualified as ELL. A writing assessment
measured student academic literacy development, and students were given the same prompt in
both the pre and post-tests. A blind evaluator was used to measure the scores of the assessments
using a 25-point rubric. The researchers compared scores to those of a similar group of students.
They found that the students instructed with the SIOP framework showed greater gains in
academic writing than the non-SIOP group. This study proves that SIOP is useful in helping
ELLs learn new content in mainstream classes. Also important, this study found that teacher
fidelity was a significant factor in SIOP success (Echevarria et al., 2008). Therefore, teachers
must be trained in SIOP and implement it fully in classrooms to succeed in helping ELLs.
A study performed in 2011 found similar results. In this study, SIOP was used in the
content area of science and measured the acquisition of academic language (Echevarria et al.,
2011). Six hundred and forty-nine students in seventh-grade biology were studied, and the
researchers used a comparison group of three hundred and seventy-two students to measure
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growth. The total number of ELLs in the two groups was two hundred and seventeen students. In
addition, the students took pre- and post-unit assessments that included writing and reading
components and multiple-choice questions. Results showed that the SIOP group performed better
on the post-unit assessment.
From the results, researchers concluded two major findings. The first finding is that SIOP
is a framework that can help all students, not just ELLs. In the treatment groups, all students
performed better on the post-assessments. Many educators question the "advisability of teaching
classes...of a mix of English only students and those who are not yet fully proficient in English"
(Echevarria et al., 2011). However, this study shows that SIOP is helpful in these contexts and
that ELL students benefit in heterogeneous classes.
Secondly, the study found that student achievement was higher when teacher
implementation was consistent (Echevarria et al., 2011). The researchers acknowledge that there
was no ideal time to train the teachers in SIOP strategies, nor was the study duration long enough
to gather significant data. However, they state the data does match those of other studies of
teacher implementation of SIOP. The more a teacher uses the SIOP strategies in class, the better
the students perform on assessments.
While SIOP is effective in many ways, it does have weaknesses. Fritzen (2011)
conducted a study of three teachers and evaluated their lesson plans for SIOP strategies and
curriculum content. Her research uncovered the issue of finding the balance between providing
rigorous content and adequately supporting the language needs of ELLs (Fritzen, 2011).
The study found that two of the three teachers evaluated did not meet the content
standards and substituted high academic content for easier content. For example, one teacher had
her students draw pictures of Greek gods and goddesses instead of using English to define key
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vocabulary words related to Greek history (Fritzen, 2011). This activity did not meet content
standards and did not help ELLs develop their English language skills. While the teacher thought
they were implementing SIOP and content, they met neither of those objectives. One reason for
this is that teachers often underestimate the language abilities of ELLs and believe they are not
capable of learning difficult concepts (Fritzen, 2011). SIOP is designed to address this
misconception, but teachers may not implement high academic standards for ELLs in their
classes.
Fritzen addresses another important issue, segregation. SI is sometimes implemented to
separate ELLs from their non-ELL peers, such as having all ELLs together in a content area class
instead of combined with non-ELLs. While separating ELLs from non-ELLs can be beneficial
for leveling students and providing a more comfortable environment to practice English, it also
emphasizes the otherness of ELLs (Fritzen, 2011). As a result, ELLs will be seen as different,
and their L1 can be perceived as a weakness by their peers. Additionally, it blocks ELLs from
interacting with their peers and receiving input from them in class. Therefore, SI should be
implemented to include ELLs in content area classes with non-ELLs.
Another weakness of SIOP is the amount of training required for a teacher to be fully
competent in using SIOP with fidelity. Before schools can use SIOP as an intervention, educators
must undergo one to two years of rigorous training (Desjardins, 2020). Teachers not fully trained
in SIOP are ineffective when implementing the strategies and will not follow the protocol with
fidelity. This can lead to gaps in instruction and negatively affect ELLs proficiency growth in
English. Therefore, teachers must be fully trained to implement SIOP for it to benefit ELLs.
SIOP is an important model for teachers to understand and use. It does have weaknesses,
but despite those, it can be an effective tool for ELL instruction. Therefore, in this project,
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teachers will be instructed on the background and use of SIOP. With SIOP, teachers can ensure
that their ELLs are learning English and content simultaneously.

Summary
The theoretical framework for this project is the Input and Affective Filter Hypotheses
from Krashen’s Five Hypothesis Theory and Cummins’ Threshold Hypothesis. The Input
Hypothesis states that any input ELLs receive must be comprehensible (Beattie, J., 2006).
Teachers can make input comprehensible by using cues and visual clues throughout the lesson.
The Affective Filter refers to the emotional factors that impact a learning environment. Students
with high affective filters experience little to no learning because their anxiety is too high (Bailey
& Fahad, 2021). ELLs often have high affective filters because they do not understand the
language of instruction. Teachers must be knowledgeable in culturally and linguistically
responsive teaching to help bring the affective filter down for ELLs. Cummins’ Threshold
Hypothesis identifies two types of vocabulary: Basic Interpersonal Communication Skills (BICS)
and Cognitive Academic Language Proficiency (CALP) (Roessignh, 2006). BICS is the
vocabulary that ELLs need in order to function effectively in everyday life, while CALP is the
vocabulary needed for academic success. Teachers need to use strategies to help ELLs build both
their BICS and CALP, to ensure that they are fully proficient in English.
Studies have shown that teachers are not fully equipped to teach ELLs in mainstream
classes. The lack of training at the teacher preparation level leads to issues including low selfconfidence and misconceptions about how ELLs learn (Gomez & Diarrassouba, 2014; Hyunsook
Song, 2016). Teachers who participate in prolonged professional development focused on SLA
theories and ELL teaching strategies report higher self-confidence and use of these strategies in
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their classrooms (He et al., 2011, Turget et al., 2016). Additionally, ELLs who are better
supported with these strategies perform better academically (He et al., 2011). Teacher PD should
focus on SLA theories and frameworks, as well as various strategies for teaching ELLs. When
teachers are comfortable in these areas, classroom implementation is higher, and ELLs are better
supported.
Academic vocabulary knowledge is a factor in ELL academic achievement. Numerous
studies highlight the importance of teaching academic vocabulary in content area classes (August
et al., 2016: August et al., 2020: Van Orman et al., 2021). Academic vocabulary is often abstract
and complex, which makes it difficult for ELLs to learn (Wood et al., 2019). ELLs benefit from
strategies such as word studies, reading texts aloud, picture cards, and embedded vocabulary
instruction (August et al., 2016: August et al., 2020). Such strategies ensure that ELLs receive
multiple exposures to vocabulary words and become comfortable with their meanings. This helps
them build both their BICS and CALP and promotes academic success.
Another set of strategies all teachers should be knowledgeable in are culturally and
linguistically responsive teaching practices. Being culturally and linguistically responsive means
student backgrounds are utilized as strengths and learning is connected to student culture and
experiences. Students who learn in environments that recognize and elevate their culture and
linguistic backgrounds experience a lower affective filter, which allows them to feel secure and
take risks in their learning. Strategies that promote culturally and linguistically responsive
teaching and learning include introductory activities, class discussions in which experiences and
beliefs are respected, and translanguaging (Chen & Yang, 2017; Henderson & Ingram, 2018;
Portes et al., 2018). Translanguaging refers to the process by which students use their entire
language repertoire to learn and make meaning (Garcia & Li, 2014). Teachers can encourage

28

translanguaging by offering language of choice during learning activities and providing
instruction materials in multiple languages (Charamba 2020; Henderson & Ingram 2018).
Culturally and linguistically responsive teaching provides students with opportunities to connect
with the learning on a deeper level by using their experiences and culture as the background for
the learning process.
One final set of teaching strategies that are important for teachers to know is called
Sheltered Instruction (SI). In SI, ELLs are taught content and language simultaneously, and is
founded in the Input Hypothesis from Krashen. A teaching framework called Sheltered
Instruction Observation Protocol (SIOP) was developed to assist teachers in planning instruction
for ELLs in SI. Multiple studies have shown that ELLs who are taught using SIOP strategies
experiences higher levels of achievement in content area classes (Echevarria et al., 2008;
Echevarria et al., 2011). SIOP is a framework for lesson planning that includes strategies for
building student background, comprehensive input, and assessment. Teachers can use this
framework to intentionally plan instruction to benefit a heterogeneous group of students at
different levels of English proficiency.

Conclusions
Teachers need to be prepared to support the linguistic and academic needs of the growing
ELL population. ELLs require instruction that integrates language and content in an
understandable way. To do this, teachers must understand SLA processes and know of researchbased strategies to use to support ELLs. Based on this research evaluation, it is evident that
teachers need a professional development course that addresses culturally responsive practices,
SLA theories, vocabulary building, and SIOP methods and strategies. By providing teachers with
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this information, their confidence and abilities to support ELLs will grow, resulting in better
achievement for ELLs in their mainstream classrooms.
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Chapter Three: Project Description
Introduction
As discussed in Chapter 1, teachers are unprepared to serve the growing English
Language Learner (ELL) population in public education—teacher preparation programs do not
include an adequate amount of ELL or diverse population training. According to the National
Clearing House of English Language Acquisition, only 29% of teachers nationally are trained in
ELL and Second Language Acquisition (SLA) pedagogy (Ballantyne et al., 2008). In addition, as
more ELLs are being mainstreamed, more teachers struggle with implementing support for these
students. As a result, several teachers feel unprepared to teach ELLs, which leads to less
academic support and achievement for ELLs (Darling-Hammond, 200).
For teachers to feel adequately prepared to address the needs of culturally and
linguistically diverse student populations, they need training in SLA theories and ELL teaching
strategies. Training should be in-depth, prolonged, and collaborative so teachers can build their
understanding of ELL needs and their confidence in their abilities to support ELLs. This project
addresses the need to train teachers in support strategies for ELLs.
This chapter will describe the project I have developed to address the problem of general
education teachers being unprepared to support ELLs in their classrooms. First, the project
components will be examined, including the local context for the project, the project's objectives,
project conceptions, and the elements of the project. Lastly, I will outline the project evaluation,
conclusions, and implementation plans.
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Project Components
Local Context. Godfrey-Lee Public Schools (GLPS) is located in Wyoming, MI, near
the city of Grand Rapids. It is an inner-city school district that serves about 2,000 students.
GLPS is the smallest school district by area in Kent County. The district's socioeconomic status
is very low, and all students receive free breakfast and lunch. GLPS is a Title 1 School District.
The majority of the student population is Hispanic (77%), while Black (10%), White
(9%), and Mixed Race (3%) make up the remaining population. About 70% of the students are
classified as English Language Learners (ELLs), and about 40% of that population receives
English Language services.
The district employs around 100 certified teachers, of which 14 are fully certified to teach
ELLs. All teachers attend a two-day training on Sheltered Instruction Observation Protocol
(SIOP), provided by the Ottawa County School District. However, there is no follow-up to the
program, and SIOP is not part of the evaluation process at GLPS.
My project will address the need for continued support in Sheltered Instruction (SI) and
culturally responsive teaching practices. The district has implemented programs to address
student equity and 21st-century skills to provide a more well-rounded curriculum to our learners.
However, in my tenure at GLPS, no district-wide initiative has been initiated to provide all
teachers with support for teaching ELLs. As a result, many teachers have expressed confusion
and doubt about how to best support ELLs and are often left to find information and resources
independently. There is an evident need for ongoing professional development and support in
ELL teaching practices in my district.
Objectives. This project aims to develop a series of PD sessions to address teacher
preparedness and ELL support gaps. Additionally, I will develop a handbook of ELL teaching
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strategies that all teachers can use in their classrooms. The handbook and PD will give novice
teachers and first-year teachers background knowledge in SLA and ELL theories and techniques.
More specifically, novice and first-year teachers will gain insight into the SLA theories
addressed in Chapter 2. Additionally, they will learn and practice best practices for supporting
ELLs in their classrooms, as also outlined in Chapter 2. The overall objective is to build teacher
confidence in teaching and supporting ELLs.
Project Conception. A need exists for teachers who are competent in teaching culturally
and linguistically diverse populations of students. With the national population of ELLs close to
5 million (Mitchell, 2020) and legal mandates that instruct to include ELLs in mainstream
classrooms, teachers need to adapt their teaching to address ELL needs. However, many teachers
remain unequipped with SLA and ELL strategies, leading to discomfort and low confidence
when supporting ELLs (Walker-Dalhouse et al., 2009). Teacher preparation programs have not
updated their requirements to include more diverse experience for the teacher candidates. This
leads to a number of novice teachers entering the education workforce with little to no
experience working with culturally and linguistically diverse students (Gomez & Diarrassouba,
2014). Without experience, teachers do not adequately support ELLs, and ELLs fall behind in
achievement.
I have found this problem to be prevalent in my teaching experience. For example,
teachers new to the GLPS district or first-year teachers attend a two-day professional
development about SIOP. This is the only attempt at preparing teachers for working with ELLs.
The district does not incorporate SIOP as part of the teacher observation system. Teachers may
choose to enroll in various professional developments provided by third-party groups relating to
ELLs; however, this process is tedious and often requires us to meet outside of our contract time.
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I developed this project based on my preparation for working with ELLs at GLPS. The twoday SIOP conference was informative, but I could not implement these ideas in my classroom
without in-depth knowledge of SLA theories and ELL practices. Additionally, there was no
follow-up to the two days of training. Studies have shown that professional development should
be prolonged so that teachers have several opportunities to address new concepts (He et al.,
2011). Several other teachers in my building have expressed the same concerns about the
training. I see the need for the teachers in my district to be equipped with a professional
development series and handbook throughout the school year to provide sufficient support to
ELLs.
As I began my research, I found that this problem is widespread in the United States.
Teacher preparation varies widely depending on the state laws, and teacher licensure may have
different requirements. Surprisingly, I did not find many studies on ELL education outside North
America. I believe this is due to the nature of ELL education outside of North America, where
students are generally more homogenous and learn English in specific classes instead of all
content classes. It would be beneficial to know if different countries also experience teacher
preparation gaps and how they address them.
The strategies I have included in the project were chosen based on the research I
reviewed. While I kept my local context in mind, I also wanted to make this as general as
possible, so other districts could easily adapt it to their needs. Additionally, the strategies are
used by different content area teachers. Therefore, the strategies are easily adaptable to each
teacher's needs, and various strategies are provided. This project aims to provide teachers with
research-based ELL support strategies and the theoretical frameworks they are founded on.
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Project Elements
The project will consist of three components; a three-day PD session, a handbook of
strategies, and mentoring protocol.. Day 1 will cover the SLA theories presented in Chapter 2
(Appendix A). Day 2 will cover SIOP information and its connection to the Input Hypothesis
from Krashen (Appendix B). Day 2 will also consist of modeling and performing SIOP strategies
the teachers can use in their classrooms. Finally, Day 3 will cover the importance of building
academic vocabulary and strategies teachers can use to support vocabulary building and present
Culturally and Linguistically Responsive teaching strategies. (Appendix C). The pre-survey for
this component will happen on Day 1, and the post-survey will happen at the end of each
respective day. Copies of the slide presentations will be in the handbook for reference.
The handbook (Appendix D) will be distributed on Day 1 as a reference for learning the
various strategies presented in the PD. The handbook has six sections but can be expanded as
more teacher needs surface. The first four sections will cover SLA techniques, academic
vocabulary, SIOP, and Culturally Responsive Teaching. Each section will provide a brief review
of each topic, its importance, and strategies teachers can use to include in their lessons. Section
five will be a copy of the mentor observation protocol as a reference. Finally, section six will
consist of a scripted lesson plan that includes various strategies discussed throughout the PD.
Lastly, the project consists of a mentoring program (Appendix E). There is a rubric the
experienced teachers will use for this program to evaluate lessons given by novice teachers.
Additionally, there is a document on which the teachers can keep their reflections, feedback, and
next steps, which will be used to reflect on for the final evaluation of the project.
The evaluations used in this project are located in Appendix F. These include the pre-and
post-surveys for the PD sessions and the pre-and post-surveys for teaching confidence.
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Each part of the project is designed to support and encourage novice teachers in their
tenure at GLPS. First, the PD will provide them with the information they need to understand
how ELLs learn content and English. The handbook is a quick reference guide they can use
while planning lessons and assessments. Finally, the mentoring program will allow the teachers
to collaborate long-term with experienced teachers. Together, these three components will ensure
that teachers are equipped with the necessary knowledge and skills to support ELLs in their
classrooms.

Project Evaluation
Before presenting the PD and the handbook, participating teachers will complete a
knowledge inventory regarding their knowledge of SLA theories and SIOP components. Then,
after each PD section, the participating teachers will complete a second knowledge survey of
their knowledge relating to SLA and SIOP. Pre- and post-surveys will be compared, and the
number of teachers who indicate new learning and understanding will be counted. This part of
the project will be successful if at least 70% of the participating teachers indicate a better
understanding of SLA and SIOP.
The participating teachers will fill out a self-confidence survey before dispersing the
handbook and beginning the mentoring sessions. This survey will ask teachers to rate their
confidence on items such as knowledge of specific techniques and strategies used with ELLs and
their self-confidence in teaching ELLs. Finally, after using the handbook and participating in
mentoring sessions, the teachers will again fill out the confidence survey to measure any
changes. The post-survey will be given twice, once halfway through the school year and again at
the end of the school year. This part of the project will be successful if at least 70% of the
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participating teachers indicate higher confidence in teaching ELLs and using at least three
different classroom techniques listed in the handbook.

Project Conclusions
Chapter 1 addressed the importance of teacher preparation concerning ELL success.
ELLs are the fastest-growing population of students in the United States (Breiseth, 2015). In
addition, the current laws require ELLs to be integrated into content area classes throughout the
school day. However, content teachers remain inadequately prepared to address the needs of
culturally and linguistically diverse students. The lack of teacher training in ELL pedagogy leads
to several issues, including teacher self-confidence, teacher misconceptions, and ELLs falling
behind their peers in achievement.
The literature review began by identifying the need for teachers to be trained to support
ELLs. Without knowledge of SLA theories, teachers often doubt their abilities to support ELLs
in their classrooms (Gomez & Diarrassouba, 2014; Hyunsook Song, 2016). Teachers provided
with in-depth training in SLA theories, and various ELL support programs showed an increase in
using these concepts in their classrooms (August et al., 2020; He et al., 2011; Turgut et al.,
2016). He et al. (2011) also studied which professional development formats were most effective
and found that in-depth and prolonged professional development had a greater impact on teacher
and student success. This section of the research concluded that teachers need comprehensive
training in SLA theories and best practices for teaching ELLs to implement these supports in
their classes.
Next, the research review covered concepts related to what teachers should learn to best
support their ELLs. One concept that was repeatedly brought up in the research was academic
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vocabulary and its role in ELL achievement. Multiple studies concluded that academic
vocabulary knowledge is necessary for ELLs to be proficient in English and experience
academic success in school (August et al., 2016: August et al., 2020: Van Orman et al., 2021).
This conclusion shows that teachers should be given ideas and strategies to teach academic
vocabulary in their classrooms.
Another concept that was addressed multiple times by the research was the idea of
Culturally and Linguistically Responsive Teaching. Culturally and Linguistically Responsive
Teaching refers to techniques used by teachers to include students' cultural and linguistic
backgrounds as tools for learning. Studies show that when teachers employ culturally and
linguistically responsive strategies, students of all backgrounds experience higher achievement
(Charamba, 2020; Chen & Yang, 2017; Henderson & Ingram, 2018; Portes et al., 2018). Among
the best practices were introduction projects, engaging in classroom discussions in which
background and culture are used and celebrated, and translanguaging. Translanguaging is the
process of using all language systems to make meaning. These studies showed the importance of
teachers using culturally responsive practices to promote ELL achievement.
Lastly, the research addressed Sheltered Instruction (SI) and the Sheltered Instruction
Observation Protocol (SIOP) as effective frameworks for supporting ELLs. SI is a manner of
teaching English and content simultaneously and includes various strategies to support ELLs.
SIOP is the framework by which teachers are observed and evaluated on their SI
implementation. According to research, SI and SIOP are popular ways for schools to address the
needs of ELLs (Echevarria et al., 2008). Likewise, studies prove SI and SIOP promote academic
achievement among ELLs (Echevarria et al., 2008; Echevarria et al., 2011). However, teachers
do need extensive training in SI to use it effectively (Fritzen, 2011), and for some districts, time
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and money may be a barrier to implementation. From the research, I concluded that SI and SIOP
are the most appropriate frameworks to use in my professional development.
The research failed to address the long-term success of education services in K-12
education. Most studies focused on K-12 education for ELLs and did not sufficiently address if
or how they are set up for success beyond high school. Without knowledge of the long-term
impacts of ELL teaching strategies and supports, it is hard to determine which strategies have the
strongest impact on future student learning and success. Additionally, more research into post-K12 success would provide more data to inform best practices at the K-12 level. This project does
not address long-term ELL success, but more research into this area would be beneficial for
moving ELL education forward.

Plans for Implementation
The project will be implemented during the course of the school year and will target
novice teachers. Permission is needed to present the PD portion during the new teacher
orientation or during the beginning of the year PD days built into the calendar. These days are
ideal because teachers will be prepared with knowledge and strategies before working with
students.
The PD sessions will be presented over three days, and the handbook will be distributed
on the second day of the PD. I would also like to meet with the whole group of participating
teachers during the year to review concepts and present new strategies if available. These
meetings can occur during the district's early release Fridays, which are also built into the
calendar. Permission will be needed to use some of these days for this project.
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The mentoring protocol will occur once or twice a month, depending on the novice
teachers' preferences. The experienced teacher will come to observe the novice teacher for one
class hour, and then they will meet to go over feedback and comments. Four to five experienced
teachers will be recruited to mentor one to two novice teachers. Compensation for the
experienced teachers will be discussed with the district, as mentor teachers in the district usually
receive extra compensation for their time and effort.
The post-survey will be distributed and collected near the end of the year. Then, the
experienced teachers who participated will analyze the data from the pre- surveys and the postsurveys to evaluate the success of this project.
I hope this project can improve the confidence and knowledge of novice teachers in our
district. With evaluations and updates, the project could be used for years to address the needs of
teachers and ELLs in our district. With the information provided in this project, teachers can
better support ELLs and promote academic achievement in their classrooms.
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1. Second Language Acquisition
1. Definitions:
●
●
●
●
●

English Language Learner (ELLS)s: People who are gaining proficiency in English and/or people
who have a first language other than English. (Michigan Department of Education, 2020).
Four Domains of Language: Reading, Listening, Writing, Speaking
L1: A person's first language. (TESOL Glossary: L1 and L2, 2020).
L2: A person's second language. (TESOL Glossary: L1 and L2, 2020).
Second Language Acquisition: 1) The learning of a second language once the first language is
established. 2) The theory of processes that occur when learning a second language. (Hoque,
2017).

2. Five Stages of English Proficiency: (Solano, S., 2022).
a. Pre-Production: Also known as the “Silent Period”, in this stage, the student has no
English skills. The student relies on gestures and visuals to communicate. Usually lasts
from 1 to 6 months.
i.
Strategies to use in Pre-Production Stage: (Ford, K., 2020).
1.
2.
3.
4.
5.
6.

Speak slowly, clearly, and use shorter sentences.
Support content learning with visuals and gestures.
Have students answer by pointing to different choices.
Peer support from a more advanced speaker of their language.
Avoid correcting grammatical errors. Recast their words and sentences with
correct grammar, but do not point out mistakes.
Teacher Prompts: “Who has…” “Show me…” “Circle the…” “Where is….”

b. Early Production: The student begins to use simple vocabulary and sentences and uses
present tense verbs... The student will make many grammatical errors. Usually lasts
from 6 months- 1 year.
i.
Strategies to use in Early Production Stage:(Ford, K., 2020).
1.
2.
3.
4.
5.
6.

Continue using the same strategies as the Pre-Production Stage.
Provide opportunities for students to produce simple language.
Focus on listening comprehension (allow the student to “absorb” the language
as much as possible).
Ask yes/no and either/or questions.
Avoid explicit error correction. Recast their words and sentences with correct
grammar, but do not point out mistakes.
Teacher Prompts: Yes/no questions, either/or questions, who, what, where
how many, “repeat after me”.

c. Speech Emergent Stage: The student has good comprehension of L2 at this stage. The
student will begin to produce sentences using high frequency words. The student may
begin to engage in conversations and ask questions for clarification. The student will not
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understand idioms, jokes, or slang. The student still relies heavily on context to make
meaning. This stage usually lasts from 1-3 years.
i.
Strategies to use during the Speech Emergent Stage: (Ford, K., 2020).
1.
2.
3.
4.
5.
6.
7.
8.

Continue using strategies for the Early Production Stage.
Begin to introduce academic vocabulary.
Provide visuals.
Make connections between content and student background.
Use fill in the blank activities for writing assignments.
Ask questions requiring a short response.
Avoid using idioms and jokes, as the student will take things literally.
Teacher Prompts: Why, How, Explain

d. Intermediate Fluency Stage: The student makes few errors, and fluency is almost
mastered. The student uses more complex sentences. Social language is stronger than
academic language. Comprehension of English is strong, production may contain errors.
The student can begin to demonstrate higher order thinking in English.
i.
Strategies to use during the Intermediate Fluency Stage: (Ford, K., 2020).
ii.
iii.
iv.
v.
vi.
vii.
viii.
ix.

Ask questions that require an explanation.
Use activities that engage higher level thinking skills (brainstorming,
categorizing, summarizing).
Use graphic organizers to help students organize their thoughts and responses.
Allow students to process new concepts in their L1 with small groups, and then
share out to class in English.
Begin teaching students comprehension strategies to enhance metacognitive
skills.
Help students to make connections between content area classes.
Begin to correct grammatical errors.
Teacher prompts: Summarize, Explain, If questions.

e. Advanced Fluency Stage: Fluency is near-native like, and the student can engage in a
variety of learning activities. Continue to offer visual support, context clues, and explicit
connections to prior knowledge, background, and other content. Challenge students to
learn more vocabulary and parts of words (suffixes, prefixes, roots) (Ford, K., 2020).

3. Comprehensible Input Hypothesis
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●
●

●

Developed by Stephen Krashen as part
of his Five Hypotheses.
The idea that a learner can understand a
new language even if they don’t
understand every single word (StairsDavenport & Skotarczak, 2018).
Comprehensible Input can be achieved
through a variety of methods:
○ Use multiple sources of input
(written, orally, visuals)
1.1 Comprehensible
○ Use games and stories where
Input Diagram
appropriate.
○ Frequent quick assessments to
gauge student comprehension.
○ Speak slowly and clearly.
○ Use vocabulary that is just above their proficiency level.
○ Use realia when appropriate.

4. Affective Filter Hypothesis
● Developed by Stephen Krashen as part of his Five Hypotheses.
● The idea that students need calm and welcoming learning environments to lower their
stress and anxiety about learning. Higher stress and anxiety lead to little or no learning
for the student (Bailey & Fahad, 2021).
● Teachers can help lower the Affective Filter by employing culturally and linguistically
responsive teaching strategies.
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2. Sheltered Instruction/ Sheltered Instruction Protocol
1. Sheltered Instruction (SI):
a. Teaching students’ content and the English language at the same time.
b. Makes content accessible to ELLs while developing their English proficiency.
c. SI is based on the Comprehensible Input Theory.
d. SI places language instruction in all content area classes. All teachers are language
teachers!
2. Sheltered Instruction Observation Protocol: (Echevarria et al., 2004).
a. Developed by Echevarria, Vogt, and Short.
b. A framework for teachers to implement SI effectively in their classrooms.
c. Scientifically based strategies for scaffolding instruction for ELLs.
d. Allows for creativity with lesson planning while focusing on specific needs of ELLs.
3. SIOP Components (Echevarria et al., 2004).
a. Lesson Planning:
i.
Lessons are intentionally designed to support ELLs in content area classes.
ii.
Content and Language Objectives are used and referred to throughout the
lesson.
iii.
Materials are adapted to all proficiency levels.
iv.
Supplemental materials are designed to make learning and tasks clear.
1. Examples & Strategies
a. Using study guides
b. Using graphic organizers
c. Using sentences starters
d. Using multimedia sources
b. Building Background
i.
Concepts linked to student backgrounds and experiences.
ii.
New learning is linked to prior learning.
iii.
Key vocabulary is emphasized for clarity and focus.
1. Examples & Strategies
a. Raise a question
b. Group brainstorming
c. KWL charts
d. Prediction activities
e. Interactive and collaborative word wall

c. Comprehensible Input
i.
Speech is appropriate for ELLs’ proficiency levels.
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ii.
iii.
iv.
v.
vi.

Clear expectations for academic tasks.
Multiple forms of input (oral, written, visual).
Using models and manipulatives.
Allowing for wait time.
Allowing for processing in L1.

d. Strategies
i.
Providing all students with opportunities to interact with the content in
meaningful ways.
ii.
Teaching students how to self-monitor, self-correct, and self-assess.
iii.
Encourage cognitive and metacognitive strategies in the classroom.
iv.
Model the use of these strategies for students.
1. Examples:
a. Think aloud.
b. Reading strategies (underlining, rereading, supporting with
evidence).
c. Predicting activities.
d. Self-Questioning techniques
e. Note taking strategies.
e. Interaction
i.
Build in time for students to work together to use new concepts and languages.
ii.
Allow students to process and clarify in L1 if necessary.
iii.
Students practice speaking and using the new vocabulary in context.
iv.
Interaction can be fostered through groupings (partners, small groups, whole
group etc;).
v.
Encourage students to provide elaborate and complex responses.
1. Examples & Strategies:
a. Jigsaw Activity
b. Roundtable discussion
c. Think Pair Share
d. Telephone Game
f.

Practice/Application
i.
Provide multiple chances to practice new concepts and vocabulary.
ii.
Practice is relevant and focused on the new concepts.
iii.
Practice should be as hands on as possible (use manipulatives when
appropriate).
iv.
Promote social interaction while using the new vocabulary.
1. Examples & Strategies:
a. “Chunk” material into small “bites”.
b. Frequent practice times.
c. Jeopardy Game
d. BINGO game
e. Diorama or Murals
f. Journaling
g. Experiments
g. Lesson Delivery
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i.
ii.
iii.

Pace is appropriate for all students.
Content and language objectives are referenced throughout the lesson.
Students should be on task 90-100% of the class period.

h. Review
i.
Monitor student comprehension throughout the lesson.
ii.
Review important concepts frequently.
iii.
Give regular feedback to students throughout the lesson.
1. Examples:
a. Exit Tickets
b. Thumbs Up/Thumbs Down
c. Post-It Is parking Lot
d. Self-Assess with emojis
e. Response Cards
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3. Culturally and Linguistically Responsive Teaching
1. What is Culturally and Linguistically Responsive Teaching?
a. Using students’ culture and languages as resources in the classroom.
b. Celebrating diversity and recognizing life experiences of each student.
c. Connects students’ cultures and experiences to content.
d. Focuses on what the students bring to the classroom.
e. Helps build a comfortable and safe learning environment for all students (lower
Affective Filter).
f. Promotes engagement and risk taking. (Garcia & Li, 2014)

2. Strategies for Culturally and Linguistically Responsive Teaching
a. Know and understand your own biases
i.
Evaluate your own beliefs and teaching practices.
ii.
Challenge your own biases.
iii.
Continuously educate yourself on social and cultural issues (Ferlazzo, L. 2020).
iv.
Understand that biases show up in teaching practices, curricula, expectations,
and relationships with students (Williams Rucker, N. 2019).
b. Get to know your students
i.
Assess student strengths.
ii.
See your students’ backgrounds as assets to learning.
iii.
Celebrate their cultures with them (Viana, J.A., 2020).
1. Strategies:
a. Student interest inventories.
b. Daily check-ins.
c. Show and Tell days
d. Student Centered norms and expectations.
c. Classroom
i.
Create a welcoming environment for all students.
ii.
Include inclusive decorations and music in the classroom.
1. All students should feel represented by the things on the wall.
iii.
Distinguish between a “safe space” and a “brave space” so students know when
it’s appropriate to be vulnerable.
iv.
Allow for translanguaging.
1. “Using all of their language repertoire to make meaning and
connections” (Garcia & Li, 2014).
2. Student language choice allows for greater access to the content and
results in higher achievement (Henderson & Ingram, 2018).
3. Accepting all languages helps students feel accepted.
d. Content and Curriculum (Singhal & Gulati, 2020).
i.
Have and hold high expectations and standards for your students.
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ii.
iii.
iv.
v.

Allow for difficult conversations to take place in your classroom in a respectful
manner.
Connect content to students’ experiences.
Provide student choice when possible.
Change what you can about the curriculum.
1. Use more inclusive texts/materials
2. Gamify or storify content when acceptable.
3. Use more authentic assessment materials

e. Community (Guido, M, 2017).
i.
Invite community members to come to your class and present.
1. Have students invite community members or suggest community
members
ii.
Involve parents and families in the learning process
1. Send home letters, take home activities, and positive feedback.
2. Community nights when appropriate.
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4. Building Academic Vocabulary
1. Definitions:
● Academic Vocabulary: Vocabulary that is specific to a particular content area or
frequent across all content areas (Wood et al., 2020).
● Basic Interpersonal Communication Skills (BICS): Skills needed for everyday
conversation and communication (Roessingh, 2006).
● Cognitive Academic Language Proficiency (CALP): skills and vocabulary necessary for
academic success (Roessingh, 2006).
● Extended Vocabulary Instruction: explicit teaching that includes both contextual and
definitional information, multiple exposures to target words in varied contexts, and
experiences that promote deep processing of word meanings (Coyne, McCoach, & Kapp,
2007).
● Embedded Vocabulary Instruction: Presenting, defining and using the word throughout
the lesson (August et al., 2016) .
2. BICS & CALP:
a. Developed by Jim Cummins
b. BICS accounts for only about 10% of a student’s overall proficiency (Roessingh, 2006).
i.
Students who are fluent in BICS may still need help with CALP.
c. CALP is essential for ELLs to master in order to be academically successful.
d. There is a direct correlation between vocabulary knowledge and academic achievement
(Wood et al., 2020).
e. BICS=high context and low cognitive demand- is “easy”
f. CALP = low context and high cognitive demand- is “hard”

4.1: BICS & CALP Grid
3. Vocabulary Instruction:
a. Use tiered vocabulary lists to determine which vocabulary words to focus on (Khan,
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B.M., 2020).
i.
Vocabulary should be from tier 2 or 3.
b. Extended vocabulary instruction is more effective than embedded instruction (August et
al., 2016).
c. Strategies and Activities for Extended Vocabulary Instruction:
i.
Semantic Maps (pg. 10)
1. Allow students to connect unknown words to familiar vocabulary and
topics.
2. Help with recall and understanding of how words relate to one another.
ii.
Word Sorts (pg. 10 )
1. Promote higher order thinking (categorizing).
2. Shows students there may be more than one “right” answer.
3. Teachers can extend thinking by asking students to justify their thinking.
iii.
Scavenger Hunt (pg 10)
1. Allows students to see vocabulary used in context.
2. Has students make connections between words and visuals.
3. Can be as cognitively demanding as needed.
4. Students produce a product with their vocabulary words.
iv.
Frayer Model (pg 11)
1. Graphic Organizer
2. Promotes higher order thinking (application)
3. Student centered
4. Allows for interaction between students

4.2-Tiered Vocabulary

Vocabulary Strategy Explanations:
1. Semantic Maps
a. Student chooses a word that is unfamiliar to them.
b. S writes the word in the center of the map (pre-made or have them make one).
c. S pronounces the word (or has audio program pronounce it).
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d.
e.
f.
g.

S rereads the text to find related words to add to map.
S finds the definition of the word and writes it on the map.
S adds more words that relate to their word.
S may add images and phrases to help them connect meaning to real-world context.
Example:

2. Word Sort
a. T determines categories (advanced S
may choose the categories after
evaluating the words).
b. S work to sort the given words into categories.
c. T supports S.
d. S share out to class/group/partner.

3. Scavenger Hunt
a. T decides which words/categories to use.
b. T provides S with words or categories.
c. S look for words and images related to words.
d. S collect words and images somehow (create a poster, slideshow, bookmark etc;)
e. S & T discuss words and images and make connections to content.

4. Frayer Model
a. T determines a pre-set list of words.
b. S fill out one Frayer Model for each word.
i.
Definition should be done last, if possible, after students have had a chance to
list characteristics and examples of the word.
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5. Mentor/Mentee Documents
Mentor/Mentee Protocol
● Two evaluations per month.
● Meet the next day (or hour) to discuss evaluation.
● Meet twice per month to check in with each other and ask questions. (Meeting is
different from the evaluation session).
● Mentor:
○ Fill out the SIOP evaluation form for each evaluation.
○ Fill out a Mentor evaluation form for each evaluation.
● Mentee:
○ Provide written lesson plans before each evaluation session.
○ Fill out the Mentee Log before each weekly meeting.

Mentor/Mentee Observation Rubric
Teacher Name: ____________________________________
Observer Name: ____________________________________
Date of Observation: _______________________________
Lesson Topic: _________________________________________
Component

Yes

or

no

Content & Language Objectives are
present.
Lesson materials allow for relevant,
hands-on learning.
Lesson materials are adapted to
multiple proficiency levels.
Prior knowledge is activated and/or
student experience is used to build
background knowledge.
Key vocabulary is introduced and
referenced throughout the lesson.
Lesson language is comprehensible
for multiple proficiency levels.
Multiple learning strategies are
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Examples of component observed

used throughout the lesson.
Teacher supports and scaffolds
throughout the lesson.
There are multiple opportunities
for interaction.
Teacher frequently assesses for
student comprehension of content
and vocabulary.
Rubric adapted from Echevarria, Vogt, and Short, 2004), Making Content Comprehensible for English Learners, The
SIOP Model

Mentor Evaluation Notes
To be discussed with Mentee after every evaluation

Mentor Teacher: _____________________
Question:

Mentee: _______________

Notes:

What did the teacher do
well in this lesson?

What did the teacher
miss in this lesson?

What are your
recommendations for
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the next lesson?

Mentee Log
To be discussed with Mentor in bi-weekly meetings
Mentee: ________________________
Mentor: __________________________
Questions for my mentor:

What would I like my mentor to observe?

Celebrations and Frustrations:

Next Steps:

135

136

6. Sample Lesson Plan
Teacher: Molly Roesler
Lesson Topic: Birthdays in Spanish
Date:

Unit/ Theme: Introductory Spanish phrases

Standards:

Content Objectives:
At the end of this lesson students will be
Michigan World Language Standards:
able to:
● 1.1.N.SL.i Ask for and obtain information in
● Use their vocabulary in complete
everyday situations in the target language about
sentences.
time, place, price, size, relating to restaurants,
●
Say when their birthday is in
stores, transportation, and services
Spanish.
● 4.1.N.a Identify basic target culture practices
● Ask someone when their birthday is
and compare them to one’s own
● 4.2.N.a Identify basic differences and
in Spanish.
similarities in vocabulary between one’s own
language and the target language (cognates and
borrowed words)

Michigan Communication Standards:
● L.1 Follow simple and complex
directions
● L.4 Identify the meaning of vocabulary
in the content areas
● R.3 Build vocabulary to develop
concepts
Key Vocabulary:
Previous Vocabulary:
Lunes, martes, miércoles, jueves, viernes,
sábado, domingo, enero, febrero, marzo, abril,
mayo, junio, julio, agosto, septiembre, octubre,
noviembre, diciembre, numbers 1-31
New Vocabulary:
● Cumpleaños
● ¿Cuándo es tu cumpleaños?
● ¿Cuándo es el cumpleaños de ______ ?
● Mi cumpleaños es el _______ de
________.
● Su cumpleaños es el ______ de ______.
Preparation:
● Adapted Content

Language Objectives:
● Students will write their vocabulary
words in Spanish.
● Students will speak with others to
discuss birthdays of classmates.

Lesson Materials:
●
●
●
●
●
●
●
●

La fecha notes
Workbook #6
Computers
Agenda slides & teacher slides
Seis game- review
Celebrity Birthday Activity
Think pair share & questions
Birthday Tracker

Comprehensible Input:
● Scaffolding
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● Links to Background
● Links to prior learning

● Modeling
● Visuals

Grouping Configurations:
● Whole
● Small
● Partner
● Individual

Practice:
● Linked to objectives
● Promotes student engagement
● meaningful

Assessment/Review
● Frequent
● Key Concepts reviewed
● Individual
● Group
● Partner
● Oral
● Written

Learning Strategies:
● Cognitive
● Metacognitive
● Reading
● Writing
● Speaking
● Listening

● 2 min- Teacher (T) reviews content and language objectives with students. Objectives
& goals provided to students (S) in their workbooks for the week. T has S self-assess
on their ability to meet objectives and goals before class.
Building Background 10-15 min
● S begins with a warmup that reviews Days & Months vocabulary, numbers 1-31, and
how to say the date in Spanish, and how the date is written differently than in English.
● S review key vocabulary terms with the game “Seis”.
● T observes students during the game to offer support.
● T & S review answers to the game and clean up for the next activity.
Key Vocabulary introduction 10-15 min
● T has students take out their La Fecha notes and displays T slides.
● T displays a comic with characters discussing their birthday in Spanish.
● T displays a second comic discussing birthdays in Spanish
● T has S do a think pair share (TPS) about the comics.
● T calls on volunteers to answer the TPS questions to the class.
● S take 1 min to write their birthday in Spanish on their notes or on a sticky note and
practice saying it aloud.
Activity 1: 20-30 min
● Modeling:
○ T passes out the Birthday tracker and models how to fill it out for each group.
○ T models asking the people in her small group when their birthday is and
writing it down on the birthday tracker.
● Group/Partner Work:
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○ Students take ~5 minutes to ask and answer about the birthday in their group
in Spanish.
● Whole Group:
○ T calls on or chooses volunteers to discuss classmates' birthdays in Spanish.
○ T & S keep track of birthdays on a birthday tracker and create a bar graph that
represents the birthday months of the students in the class.
○ T asks questions about the data represented “How many, how many more,
how many less, which month has the most, etc”.
● Partner Work
○ T passes out and explains the celebrity birthday speaking activity.
○ T points out that dates are written differently than in English (d/m instead of
m/d)
○ S work with shoulder or across partner to complete the activity- which is to
practice saying birthdays and dates in Spanish.
○ With ~8 min left of class, T has students rate themselves on their ability to
meet the goals and objectives after class and introduces the exit ticket.
○ S pack up and get ready to go to the next class.
Assessment
● S are shown a slide on the screen, with a celebrity and their birthday displayed. The
question “Cuándo es el cumpleaños de _______” is displayed as well. S write their
answer in Spanish on a sticky note, or they may answer orally at the door before they
leave.
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Mentor/Mentee Protocol
● Two evaluations per month.
● Meet the next day (or hour) to discuss evaluation.
● Meet twice per month to check in with each other and ask questions. (Meeting is different
from the evaluation session).
● Mentor:
○ Fill out the SIOP evaluation form for each evaluation.
○ Fill out a Mentor evaluation form for each evaluation.
● Mentee:
○ Provide written lesson plans before each evaluation session.
○ Fill out the Mentee Log before each weekly meeting.

143

Mentor/Mentee Observation Rubric
Teacher Name: ____________________________________
Observer Name: ____________________________________
Date of Observation: _______________________________
Lesson Topic: _________________________________________
Component

Yes

or

No

Examples of component
observed

Content & Language
Objectives are present.
Lesson materials allow for
relevant, hands-on learning.
Lesson materials are adapted
to multiple proficiency levels.
Prior knowledge is activated
and/or student experience is
used to build background
knowledge.
Key vocabulary is introduced
and referenced throughout the
lesson.
Lesson language is
comprehensible for multiple
proficiency levels.
Multiple learning strategies
are used throughout the
lesson.
Teacher supports and
scaffolds throughout the
lesson.
There are multiple
opportunities for interaction.
Teacher frequently assesses
for student comprehension of
content and vocabulary.
Rubric adapted from Echevarria, Vogt, and Short, 2004), Making Content Comprehensible for English Learners, The
SIOP Model
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Mentor Evaluation Notes
To be discussed with Mentee after every evaluation

Mentor Teacher: _____________________
Question:

Mentee: _______________

Notes:

What did the teacher
do well in this lesson?

What did the teacher
miss in this lesson?

What are your
recommendations for
the next lesson?
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Mentee Log
To be discussed with Mentor in bi-weekly meetings
Mentee: ________________________
Mentor: __________________________
Questions for my mentor:

What would I like my mentor to observe?

Celebrations and Frustrations:

Next Steps:
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Appendix F:
Evaluation Documents
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Pre-Assessment Day 1:
Please rate yourself on the following objectives before the presentation today.
Rating Scale:
1= Not at all
2= I have an idea
3= I know this
4= I know this and use it in my classes

Objective:

1

2

I can identify the 5 stages
of language proficiency
I can define the
Comprehensible Input
Theory from Krashen
I can define the Affective
Filter Hypothesis from
Krashen
I can define BICS and
CALP from Cummins
I can identify three (3)
strategies to help develop
academic vocabulary in
ELLs
I can define Culturally
and Linguistically
Responsive Teaching
I can identify three (3)
Culturally and
Linguistically responsive
teaching practices
I can identify the
components of SIOP
I can identify three (3)
strategies for each
component of SIOP

Total: _________/36
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3

4

Post-Assessment Day 1:
Please rate yourself on the following objectives before the presentation today.
Rating Scale:
1= Not at all
2= I have an idea
3= I know this
4= I know this and use it in my classes

Objective:

1

2

3

I can identify the 5
stages of language
proficiency
I can define the
Comprehensible Input
Theory from Krashen
I can define the
Affective Filter
Hypothesis from
Krashen
I can define BICS and
CALP from Cummins

Total: _________/16
What questions do you still have about Second Language Acquisition?
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4

Post- Assessment Day 2:
Please rate yourself on the following objectives before the presentation today.
Rating Scale:
1= Not at all
2= I have an idea
3= I know this
4= I know this and use it in my classes

Objective:

1

2

I can identify the
components of SIOP
I can identify three (3)
strategies for each
component of SIOP

Total: _________/8
What questions do you still have after today?
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3

4

Post- Assessment Day 3:
Please rate yourself on the following objectives before the presentation today.
Rating Scale:
1= Not at all
2= I have an idea
3= I know this
4= I know this and use it in my classes

Objective:

1

2

I can define BICS and
CALP from Cummins
I can identify three (3)
strategies to help develop
academic vocabulary in
ELLs
I can define Culturally
and Linguistically
Responsive Teaching
I can identify three (3)
Culturally and
Linguistically responsive
teaching practices

Total: _________/16
What questions do you still have after today?
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3

4

Self-Confidence Evaluation
Please evaluate your self-confidence related to each of the following statements.
1=Strongly Disagree
2= Disagree
3= Agree
4= Strongly Agree

Statement

1

2

3

4

I know and use
some strategies for
supporting ELLs in
my classroom.
I am confident in
my abilities to work
with and support
ELLs in my
classroom.
I am well-prepared
to support ELLs in
my classroom.

Total: _______/12

I have previous experience working with ELLS.
I took courses related to ELLs and SLA in my
Teacher preparation program.

Y

Y

Three Strategies I use in my teaching to support ELLs:
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